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ABSTRACT
Title: A case study of the role of key concepts in Turkish learners'
background knowledge for enhancing reading comprehension in a 
specific content area 
Author: Raifa GahramanovaThesis Chairperson: Ms. Patricia Brenner, Bilkent
University, MA TEFL Program.
Thesis Committee Members: Dr. Linda Laube, Dr. Dan J. Tannacito,
Bilkent University, MA TEFL Program
This descriptive case study attempted to investigate if the knowledge 
of key concepts from academic texts facilitated reading comprehension of 
ESP students in a content class.
The following research questions were investigated:
1. Do the key concepts introduced in lectures on American History consti­
tute a part of students' background knowledge, content schemata?
2. Does the knowledge of key concepts in the area of American History 
facilitate reading comprehension?
Five learners participated in this study. Participants were selected 
by nonprobability sampling, criterion method used. Data-collection 
techniques used by the researcher to answer the research questions were 
standard open-ended interviews and delayed retrospective interviews. 
Standard open-ended interviews helped to obtain data about the parti­
cipants' general and cultural background. Retrospective interviews served 
to determine the learners' knowledge of five key concepts isolated from a 
text on American History and to discover the relationship between the 
knowledge of the concepts and reading comprehension of the text.
The study yielded the following results:
The answers requiring the knowledge of three concepts —  "peace without 
victors", "the Monroe Doctrine", and "isolationism" —  introduced during 
the lectures were rather elaborate and exact. The answers involving the 
knowledge of two other concepts —  "the Old World" and "provincial paci­
fists" —  which were not introduced during the lectures were less informa­
tive and less exact. Some subjects revealed their uncertainty about the 
particular context in which these two concepts were used. The knowledge of 
these 2 concepts was supposed by the researcher to come from their general 
and cultural background.
The analysis of the comprehension questions part and the definition 
part of retrospective interviews revealed that those participants were more
successful in defining the concepts and answering comprehension questions 
who managed to integrate their prior knowledge of the concepts with the 
given text.
The results of this study lead us to the conclusion that key concepts 
introduced in American History classes became a constituent of learners' 
background knowledge and contributed to enhancing reading comprehension.
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CHAPTER 1: INTRODUCTION TO THE STUDY
Background of the Problem
A central goal of academic purposes ESL program is to help students 
develop reading and thinking strategies needed to read academic texts in 
their content classes in order to learn new subject matter. It is well 
known that even proficient speakers of English sometimes find it difficult 
to read English texts. This problem gets more serious for ESP students who 
have to cover a great amount of extremely difficult conceptually dense 
reading material. The same texts can be interpreted by different readers 
differently depending on such factors such as purpose, background knowledge 
and the relationship established in the act of reading between the reader 
and the text.
It should be noted also that there are efficient and inefficient 
readers. Researchers distinguish the following factors that make "good” or 
"bad" second language readers, including:
1. Proficiency in the foreign language;
2. Reading ability in the first language, arguing that the proficiency may 
h i t more closely associated with L2 reading ability (Alderson, 1984);
3. General intellectual ability of readers (Kletzien, 1992);
4. Knowledge of reading strategies and regulation of reading strategies 
{Kletzien, 1992);
5. "The state of the learners' knowledge, particularly with regard to the 
subject matter of the texts he is asked to read during the study.
This last factor is in the domain of interests of the researcher of this 
study.
The role of background knowledge in language comprehension has been 
formalized as schema theory, the basic idea of which is that any text does 
not itself carry meaning; it is reader who brings meaning to the text 
itself and the reading process, it is the reader who 'completes' the text 
which is never completely explicit. Schema theory research (Stevens, 1982, 
Taylor, 1979), showed that the greater the background knowledge of a text's 
content area, the greater the comprehension of that text. Carrell's (1987) 
study on combined effects on ESL reading comprehension of both culture- 
specific content schemata and formal rhetorical schemata claimed that
content schemata affected reading comprehension to a greater extent than 
formal schemata.
Purpose of the Study
The primary aim of the present research is to find out whether the 
learner's background knowledge (conte it schemata) including key concepts 
from academic texts introduced at lectures, affects the learner's reading 
comprehension.
Reading material in the content area of international relations 
includes complex expository texts with a lot of concepts specific to this 
area that present potential difficulties to the students. Thus arises a 
high-priority objective to help students learn to cope with their reading 
material in their ESL academic settings.
Statement of the Research Questions 
In this study the following research questions are investigated, 
despite the fact that exclusive reliance on background knowledge does not 
lead to effective reading:
1. Do the concepts introduced at lectures on American History constitute a 
part of students' background knowledge, content schemata?
2. Does the knowledge of key concepts in the area of American History 
facilitate reading comprehension?
The answers to these research questions are to be obtained by means 
of the following data collection procedures: standard open-ended inter­
views and delayed retrospective interviews.
Conceptual Definitions
We assume that the key concepts from an academic text in a specific 
content area constitute an indispensable part of the learner's content 
schemata.
Longman Dictionary of Applied Linguistics (Richards, Platt, & Weber, 
1985) gives the following definition to the word "concept": 
concept —  the general idea or meaning which is associated with the 
word or symbol in a person's mind. Concepts are the abstract 
meanings which words and other linguistic items represent.... The 
forming of concepts is closely related to language acquisition, and 
the use of concepts to form propositions is basic to human thought
and communication (p. 55).
In the present work key concepts from academic texts express the main 
ideas of the writer's message on which the text is based.
The following definitions could be given to the concepts discussed in 
the present study:
1. "Isolationism". The attitude (somewhat in fashion in the 1930s) that 
the US should retreat from world affairs and curb the tendency to intervene 
abroad —  especially in military conflicts. (Burns^ 1990)
2. "The Monroe Doctrine". It comprised four ma^ jot points: (1) that "the
American continents... are heiceforth not to be considered as subjects for 
future colonizatior by any European powers; (2) the political system of 
European powers was different from that of the United States, which would 
"consider any attempt on their part to extend their system to any portion 
of this hemisphere as dangerous to our peace and safety"; (3) the United 
States would not interfere with existing European colonies; and (4) the 
United states would keep out of the internal affairs of European nations 
and their wars. (Tindal and Shi, 1989)
3. "Peace without victors". This was offered by W. Wilson in 1917 as a 
foundation for lasting peace. Germany was not to be punished for her 
crimes, thus by avoiding a vindictive settlement for her destiny , Europe 
could prevent another war.
4. "The Old War". This term is often referred to Europe, but the greater 
meaning excludes only North and South America.
5. "Provincial pacifists". This could be said about a narrow-minded 
person who is concerned with peace at home and not concerned with wars in 
other parts of the world.
The choice of these concepts was prompted by the following reasons:
1. Three of them —  "Peace without Victors", "Monroe Doctrine", "Isolati­
onism", were introduced during the lectures.
2. These five concepts reflected the main ideas of the text because all of 
them reflect significant aspects of World War I and America's role in post­
war settlement of European countries.
Limitations and Delimitations of the Study
The scope of this study is to document the acquisition of key 
concepts and their effects on reading comprehension among five case-study 
subjects.
One of the limitations of the present research is that this study 
being a case study with five participants in one specific content area 
under investigation does not allow generalizations. Such a generalization 
as, for example, instruction of key concepts before presenting material in 
any specific content area would enhance reading 'comprehension cannot be 
made.
Another limitation of the study is that the participants' knowledge 
of key concepts from American History and its consequent effect on the 
learner's reading comprehension are to be investigated by means of inter­
views, subjective interpretation of which might influence the findings of 
the study with the result that the researcher will get a distorted view of 
the data.
This study is also limited in that the participants' knowledge of key 
concepts and the ability to integrate this knowledge with the information 
from the text will be investigated through only one text from the American 
History textbook.
Statement of Expectations
The study seeks to discover whether the knowledge of key concepts 
constituting the participants' background knowledge would affect the 
learners' reading comprehension and learning from the text.
Although the research has some limitations, it is expected to 
determine the importance of prior knowledge in the reading comprehension of 
L2 learners. It is assumed that key concepts introduced from academic 
texts in a specific content area of American History will activate stu­
dents' prior knowledge about the topic, facilitate reading comprehension, 
and increase recall of the text.
Significance of the Study
The findings of the present research and hypotheses could contribute 
to future research in development of reading comprehension strategies in 
content classes for learning new subject matters. The results of this
study can be applied in academic settings of a specific content area of 
American History for improving reading comprehension and learning from the 
text *
CHAPTER 2: LITERATURE REVIEW
Reading Theory
Interest in reading within the context of second and foreign language 
instruction has changed. Up to the late 1960s, as Silberstein (1987) 
notes, reading was seen as little more than a reinforcement for oral 
language instruction. In 1970s advanced reading and writing instruction 
gained more importance in the framework of ESL instruction. One of the 
reasons contributing to it was that reading began to be considered the most 
important skill for second language learners in ^ academic contexts (Grabe, 
1991) .
The traditional conventional approach to reading process is bottom- 
-up-reading, involving the processing of data from the page to the brain, 
which is called data-driven. A new psycholinguistic model of reading was 
offered by Goodman. Goodman (1971) has described reading as a 
"psycholinguistic process by which the reader, a language user, recon­
structs as best as he can a message which has been encoded by a writer as a 
graphic display" (p. 135). Smith (1971) also has argued that letter-by- 
letter or word-by-word reading will prove extremely detrimental because the 
meaning of one word will be forgotten before the next word is built and 
thus no meaningful relationship will be established between the words and 
no comprehension will be possible. Goodman (1967) describes reading as a 
selective process when good readers bring knowledge to the reading to 
predict information, to sample the text and confirm the prediction.
Second Language Reading
Grabe (1991) points out two efforts to translate this theory into ESL 
contexts. Clarke and Silberstein (p. 377) outlined implications for 
instruction which could be drawn from a psycholinguistic model of reading. 
Reading was characterized as an active process of comprehending and 
students needed to be taught strategies to read more efficiently. For 
teachers, the goal of reading instruction was to provide students with a 
range of effective approaches to texts including helping students define 
goals and strategies for reading, to use prereading activities to enhance 
conceptual readiness, and to provide students strategies to deal with 
difficult syntax, vocabulary, and organizational structure.
A new interpretation of Goodman's psycholinguistic model which was 
oriented to second language learners was offered by Coady (1979). Coady 
views reading as essentially consisting of a more or less successful 
interaction among three factors: higher-level conceptual abilities,
background knowledge, and process strategies. The result of the interac­
tion is comprehension. By conceptual abilities Coady means intellectual 
capacity, and process strategies are considered as subcomponents of reading 
ability although they are also mental processes, part of the ordinary 
subroutines available to a speaker/ user of a Isinguage for many purposes. 
The typical reader acquires the skills of reading by moving from the more 
concrete process strategies to the more abstract making better use of 
background knowledge. Coady does not say much about the role of background 
knowledge suggesting that background knowledge may be able to compensate 
for certain syntactic deficiencies, and he also mentions that students with 
a Western background learn English faster, on the average, than those 
without such a background.
According to the new "psycholinguistic" theory about reading, the 
role of the reader is considered to be more active: Readers predict
meaning as they read, confirming predictions related to one's past experi­
ence and knowledge of the language"; they take in large chunks of text at a 
time, they do not attend to separate letters, etc. (Dubin & Bycina, 1991). 
"The-top-down" reading model stressing comprehension of larger units of 
meaning is also called conceptually driven.
During the 1980s the third model of reading, putting together the 
first two, bottom-up and top-down, was proposed. It was called an "inter­
active" model (Perfetti, 1985; Rumelhart, 1980; Stanovich, 1980). This 
theory underscores the significance of previous knowledge and prediction, 
and at the same time does not reject the importance of rapid and accurate 
processing of the actual words of the text. As Carrell and Eisterhold 
(1983) state, bottom-up processing ensures that the listeners/readers will 
be sensitive to information that is novel or that does not fit their 
ongoing hypothesis about the content or structure of the text; top-down 
processing helps the readers to resolve ambiguities or to select between 
alternative possible interpretations of the incoming data. We can speak of
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top-down processing as well as of interactive approach to reading process 
within schema theory, according to which the process of comprehension is 
guided by the idea that input is overlaid upon preexisting knowledge in an 
attempt to find a match (James, 1987). As Grabe (1991) rightly stresses 
most current versions of interactive approaches to reading have taken a 
strong bottom-up orientation to the processing of lower level linguistic 
structure. (Perfetti, 1985; Stanovich, 1990).
Schema Theory
The role of background knowledge in langua'ge comprehension has been 
formalized as schema theory. The theory holds that any text does not 
itself carry meaning; rather, a text only provides directions for readers 
as to how they should retrieve or construct meaning from their own, 
previously acquired knowledge. Schema theory is closely connected with the 
name of Bartlett (1932), his studies on memory, which demonstrated that 
people adjust their memories of a culturally unfamiliar story to fit a 
"schema" that is more consistent with their own culturally familiar knowl­
edge of the typical content and structure of stories (Casanave, 1988).
Other studies that investigated schema theory in LI reading include 
Rumelhart and Ortony (1974), Rumelhart (1980), etc. The studies of Carrell 
(1983, 1984, 1987), Johnson (1982), Lee (1986) deal with schema theory in 
L2.
Carrell (1984) argues that reading comprehension is an interaction 
between a reader's background knowledge and processing strategies for text 
structure, on the one hand, and the rhetorical organization of the text on 
the other. Carrell (1987) claimed that content schemata affected reading 
comprehension to a greater extent than formal schemata. A reader's failure 
to activate an appropriate schema (formal or content) during reading 
results in various degrees of non-comprehension. As Carrell (1983) 
emphasizes one of the most obvious reasons why a particular content schema 
may fail to exist for a reader is that the schema is culturally specific 
and is not part of a particular reader's cultural background.
James (1987) states that there are three kinds of schema that play a 
part in the act of reading. There are linguistic schema, formal schema, 
and content schema. Linguistic schema are the knowledge of the letters and
their corresponding sounds, both alone and in clusters; a reader’s fsimil- 
iarity with the frequency of various letter clusters; and the ability to 
predict, through the knowledge of syntax, the word or words that will 
follow. By formal schema the knowledge of the rhetorical patterns in which 
information is presented is understood.Content schema refers to a reader’s 
knowledge about the topic being read or discussed. Previous studies (Hayes 
Sc Tiernly, 1982; Johnson, 1982; Marr & Goriiley, 1982; Omanson, Warren, & 
Trabasso, 1978) show that readers comprehend more of a text if: (a) They
are already familiar with the topic from experience; (b) They have read 
something about the topic before; and (c) They know in advance what reading 
concerns.
Casanave (1988) offers an expanded version of schema theory applied 
to L2 reading by adding to form and content a strategy schema. By strategy 
schema she means generic knowledge we have of the routine monitoring and 
repair strategies available to us as we read. The researcher states that 
the knowledge of all three types of schemata should be considered within 
the metacognitive domain where it is available to some, but certainly not 
all, readers and writers in a highly articulate form.
Casanave (1988) tries to sum up reasons making studies in schema 
theory appealing to researchers. She mentions the following reasons:
1. The designs are simple and conveniently classroom-based;
2. Such studies demonstrate in a relatively uncomplicated way the differ­
ential effects that the content and form of short texts, as well as 
readers’ proficiency levels, have certain measures of comprehension;
3. Typical designs based on schema theory focus on ’products’ of compre­
hension, such as recall protocols and comprehension tests, which are easier 
to document than on-line processing strategies. These products are 
relatively easy to score as a basis for making inferences about comprehen­
sion;
4. The notion of a schema is somehow more concrete and therefore more 
accessible than is the notion of a process or a strategy.
So, being one of the important areas of current L2 reading research, 
schema theory implies a great role of background knowledge on readers' 
comprehension and recall of information from a text.
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Reading for the Purpose of Learning
Casanave (1988) states three interrelated purposes for reading and 
reading instruction: reading for meaning (comprehension), reading for
remembering content (studying), and reading for language learning (decoding 
syntax, vocabulary, etc·)·
EAP learning is heavily dependent on acquiring information from text. 
Research on text processing over the last two decades has greatly expanded 
understanding of what is involved in reading and learning from text.
Dubin & Bycina (1991) distinguish reading bo learn (activities that 
stress comprehension of subject matte* content) and learning by doing 
(activities that call for utilization of the ideas in the text). The 
former deals with the text at hand exclusively; the latter takes the 
learner beyond the text and into some kind of reformulation of the facts, 
information, and concepts found in it.
The current view of reading has shifted from that of a simple process 
of lifting the message from a text to that of an active, complex process in 
which a reader draws on information from several sources concurrently to 
construct a representation of a text's message (McKeown, Beck, Sinatra, & 
Loxterman, 1992). McKeown et al. (1992) in their study of LI reading 
investigated the contribution of prior knowledge and coherent text to 
comprehension. Their research efforts started with an analysis of social 
studies textbooks, followed by an investigation of students' prior knowl- 
edge in history. In investigating the relative contribution of knowledge 
to comprehension of more or less coherent text, the researchers came to the 
conclusion that background knowledge in addition to more coherent text 
would result in better comprehension than coherent text alone. The notion 
is that given the conceptual difficulty of the material, two sources of 
support, coherent text and background knowledge, would give rise to better 
comprehension rather than either source overriding the effect of the other.
The above mentioned research also addresses the issue of the contri­
bution of textbooks to social studies learning, particularly in relation to 
the teacher's role in mediating text information. The teacher should 
provide the students with skills and background knowledge related to the 
upcoming textual material. The information provided might include, for
example, a context for a story, the meanings of some vocabulary, or 
explanation of a concept.
This study focuses on some aspects of learning from text. It was 
assumed that explanation of key concepts from academic texts introduced at 
lectures on American History will contribute to storing key concepts 
information in students' long-term memory as background knowledge, which if 
necessary, can be retrieved from the long-term memory for integrating with 
the information from the text. This integration in its turn will enhance 
reading comprehension and learning from text.
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CHAPTER 3: RESEARCH METHODOLOGY
Introduction
This study analyses whether the knowledge of key concepts that 
increase content schemata enhances the reading process and reading compre­
hension. The research was conducted in the International Relations 
Department of the Faculty of Economics, Administrative and Social Sciences 
at Bilkent University. The specific content area of international rela­
tions was chosen due to the researcher's membership on the teaching staff 
of the Faculty of International Relations, Law and Journalism at Baku 
University named after Mamed Emin Rasulzade.
Design
This study is a qualitative case study which involved field work —  
attendance at lectures, observation of the teacher and the participants in 
natural settings (i.e., classroom) —  and interviewing the participants for 
the further description and interpretation of the obtained data (Merriam, 
1988) .
The researcher distinguished reader variables and text variables. 
Learners' LI reading proficiency, L2 proficiency, their intellectual 
ability and background knowledge are considered to be reader variables.
The concepts defining the key ideas of the text are regarded as text 
variables by the investigator.
Materials used by the researcher are the textbook and the syllabus 
(see syllabus in Appendix A).
Data-collection techniques used by the researcher were standard open- 
ended interviews and delayed retrospective interviews. The first type of 
interviews was aimed at obtaining information about the participant's 
general and cultural background. The second type, delayed retrospective 
interviews, which followed the participants'reading of the text, was aimed 
at getting answers to the research questions.
Sources of Data
Selection of Participants
The subjects that participated in this study were five native 
speakers of Turkish. They were third year students of the International 
Relations Department of Bilkent University. A course on " American
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History" was selected by the investigator because students of the faculty 
of International Relations read lengthy conceptually dense prose in their 
textbook and supplementary reading assignments. Two of them are male, and 
three female. The average age of the participants was 20 years old. The 
following criteria were taken into account for selection of participants 
for this study:
1. LI reading proficiency;
2. General academic ability;
3. The cooperating teacher’s recommendations;
4. L2 proficiency.
Table I shows the results of the criteria used to select five 
participants involved in the study.
Table 1
Criteria for Participant Selection*
Name LI Reading Academic ability L2 Proficiency
Vocab. (40) Read. (20) Total (60)
Ebru excel. 4.0 31 16 47
Ali excel. 3.8 25 15 40
Seda excel. 3.7 25 17 42
Gizem very good 2.8 18 14 32
Ilnur very good 2.1 15 13 28
*A11 participants were recommended by the participating teacher.
The cooperating teacher, a lecturer on American History, who has 
known third year students of the International Relations Department for 
two years, evaluated the students' LI reading proficiency (covering the 
Turkish History Course and other history and related courses students have 
to read some material in Turkish) according to the following grades: 
excellent, very good, satisfactory, poor. Only students having 'excellent' 
and 'very good' were selected according to the first criterion - LI 
reading. There were 23 students out of 34. General academic ability was
judged on the basis of the results of fall finals. The range of grades for 
all the courses of the first semester of these thirteen students was from 
2.1. to 4.0.
Out of 23 students only 13 were recommended by the cooperating teacher as 
those who were capable and might be willing to take part in the study as 
participants. These 13 students were invited to take the test which was to 
determine their English language proficiency. Seven volunteers out of 13 
students recommended by the cooperating teacher took the Michigan test.
They signed the consent forms informing them that they might withdraw from 
the study at any moment, and their personal anonymity was guaranteed. The 
researcher explained to the students instructions to be followed during the 
test. The name of the test was not mentioned. The researcher used only 
Part Il-Vocabulary (40) and Part III- Reading (20) of the Michigan Test of 
English Language Proficiency, Form E, determining the students' L2 profi­
ciency. The students were notified that they had 45 minutes to complete 
the test.
The time spent on the test varied from 30 to 45 minutes. The results 
of the Michigan test are reported in Table I. on p. 14.
The participants were given the following pseudonyms: Participant 1 —
Ebru, Participant 2 —  Ali, Participant 3 —  Seda, Participant 4 —  Gizem, 
Participant 5 —  Ilnur.
Data-Collectinq Techniques 
Standard Open-Ended Interviews
To obtain data about the participants' background the researcher used a 
standardized open-ended interview. This type of interview was chosen to 
minimize variation in the questions posed to interviewees, and also, 
because the data obtained by means of it is likely to be systematic and 
thorough for each respondent (Patton, 1987).
The questions for the interview were written in advance exactly the 
way they were to be asked during the interview. The questions were 
carefully worded and arranged for the purpose of asking each respondent the 
same questions with essentially the same words. One of the strong points 
of this type of interview is that the respondent supplies his or her own 
words, thoughts, and insights in answering the questions (Patton, 1987).
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To find out general and cultural background of the participants, 
especially the information concerning what they think, know, feel or 
experience about reading process in general and in specific content area, 
the following kinds of questions were included into the standard open-ended 
interview:
1. Demographic questions·
2. Experience/Behavior questions.
3. Opinion/Belief questions.
4. Knowledge questions.
5. Feeling questions.
6. Sensory questions.
(For the se:ts of questions included in the standard open-ended interview 
see Appendix B).
Demographic questions.
Demographic questions were intended to identify characteristics of 
the person being interviewed: age, residence, education, etc. These 
characteristics are considered to be important as factors influencing the 
formation of general and cultural background of learners, 
Experience/behavior questions.
Experience/behavior questions about what a person does, has done or 
did supplied the researcher with the information about the participants’ 
use of reading strategies in reading, about conditions facilitating 
reading, etc.
Qpinion/belief questions.
Opinion/belief questions were included in the interview to get the 
information from the participants about what they think about the world or 
about a specific setting. These questions helped the investigator to get 
the answers about what the participants think about their studies at the 
University, about the courses they take, the lecture material, the 
textbook, etc.
Knowledge questions.
Knowledge questions were aimed at finding out what factual informa­
tion the respondent had about courses relevant to the present study (such 
as American History, Reading, etc.)
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Feeling questions.
Feeling questions were aimed at understanding experiences and emotional 
responses of the subjects to problems arising in reading.
Sensory questions.
Sensory questions were used to give the interviewer a chance to learn 
whether listening to the lecture or reading the material enhances its 
comprehens ion.
Sequencing of types of questions in the standard open-ended interview 
was not random. The researcher preferred to begin the interview with 
questions which were easy to answer either because they required straight­
forward answers or descriptions without interpretations. Demographic 
questions came first, because they were not very personal in character and 
couldn't confuse the interviewee and give a false start to the interview. 
Demographic questions were followed by experience/behavior questions. 
Opinion/belief questions were introduced after the above mentioned two 
types of questions. They were more difficult to answer as cognitive and 
interpretative processes of the participants; were involved. Knowledge 
questions came after rapport and trust between the interlocutors were 
established in the interview. The last were feeling and sensory questions.
In some cases the interviewer sequenced types of questions different­
ly when it was caused by contextul necessity.
Delayed Retrospective Interviews
Retrospective interview questions consisted of three sets of ques­
tions :
1. Comprehension questions.
2. Attitudinal questions.
3. Direct questions about the participants’ understanding of the key 
concepts. (For Retrospective interview questions see Appendix C).
The reading comprehension questions included in Retrospective inter­
view according to the content were in general of the following types:
1. Reorganization or reinterpretation questions: the participant
considered the text as a whole rather thinking of each sentence on its own.
2. Questions of inference, which obliged the student to read between 
the lines, to consider what is implied but not explicitly stated.
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3. Questions of involving the reader in making a
considered judgement about ' ^ext and making the reader reveal his 
analytical ability.
4. Questions of personal response which make the reader express his
reaction to the content of •'•I''® text.
Attitudinal questions were aimed at finding what difficulties the 
participants experienced in reading the text, and how difficult historical 
key concepts proved to be for the participants.
Direct questions were asked to reveal the ^¡articipants' knowledge of
the selected five key concel''-®·
Text Selection
To find out whether knowledge of key concepts in a particular subject 
area constituting the p a r t i " ’ background knowledge played a role in 
reading comprehension, the Investigator chose a reading text comprehension 
of which was judged by retro«P®otive interview.
The text consisting a  I' words was chosen from the textbook The
Pelican History of the UnitS-*^ States , of America by Hugh Brogan. (For the 
text selection see Appendix D)· The researcher chose this particular 
extract because of the cult'"^®l background of the topic (American history, 
the role of America in the .iestiny of post-war Europe), the presence of key 
concepts introduced at lect"«^®® American history, and the fact that the 
text was taken from the tex'-b°°’^ ^he students were expected to understand 
and to learn from.
The aim of selecting 'bis text was to activate the participants’ 
background knowledge, and <" induce them to make intensive use of key 
concepts which were suppose'i to constitute a part of their background 
knowledge. These concepts were introduced during the course of lectures.
According to the sylJ^bns of the course this text was unknown to the
participants.
The knowledge and uf^** ^he following five key concepts in compre­
hending this text were che"k®d: "Peace without victors", "the Monroe
Doctrine", "the Old World", "isolationism", "provincial pacifists".
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Procedures
General Procedures
The researcher conducted the study in the International Relations 
Department of the Faculty of Economics, Administrative and Social Sciences 
of Bilkent University. At the very beginning of the spring semester the 
researcher met with the dean of the Faculty Prof. Dr. Ali Karaosmano§lu, 
introduced herself, explained the purpose of the study and asked for 
assistance and permission to involve the lecturers and students of the 
faculty in the study.
After giving the consent the dean of the faculty introduced the 
researcher to one of the leading lecturers of the faculty. The lecturer 
agreed to cooperate with the researcher and supplied her with the syllabus 
of the American History Course. The lecturer allowed the researcher to 
visit her lectures and to audiotape them. She also gave some additional 
information about the course and the students of the third year.
Since one of the criteria for selecting participants was academic 
ability of students, the researcher reviewed student transcripts. The 
transcripts showed the average grades for all the courses taken by each 
student in fall semester.
In the open-ended interviews with the students who took the Michigan 
test, the researcher found out that two students were not taking the 
American History Course. So, results are reported only for five partici­
pants: 2 males and 3 females.
The researcher visited the American History lectures and made notes 
on the concepts introduced by the lecturer. The lectures were audiotaped.
In order to find out whether the knowledge of key concepts facili­
tates reading comprehension in the specific content area the researcher 
conducted retrospective interviews.
Retrospection involves the factor of consciousness which is extremely 
important for the studies dealing with content, as it is in our case, and 
not form. It was "delayed retrospection" i.e. recollecting after some time 
had elapsed, an hour or two. Hare (1982) emphasizes that the advantage of 
retrospection is keeping the process intact.
As we wanted to find out whether the concepts introduced at lectures
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of American history belonged to the participants' content schemata (Re­
search question II)/ we needed to retrieve that information from the 
participants' long-term memory. The information became accessible from 
long-term memory through information cues in short-term memory 
(Sternglass/ 1982). To that end, the investigator selected a text from the 
American History textbook which had five key concepts three of which 
previously introduced in the lecture course. The concepts were usually 
introduced in the context, then written on the blackboard and explained.
In case of existing analogy with the notion or political phenomenon in 
Turkey the Turkish language could be used.
The text was shown to a native speaker for control reading and time 
measuring. The comprehension of the text was judged by retrospective 
interview. For this interview the researcher composed comprehension 
questions and direct questions aimed at finding out the knowledge of the 
key concepts by the participants and the role they play in enhancing the 
comprehension of the text. Besides comprehension questions the researcher 
composed attitudinal questicms the purpose of which was to find what 
difficulties the participants experienced in reading the text, and their 
attitude to the key concepts in reading process. The participants were 
also asked direct questions about the participants' understanding of the 
concepts.
The questions of the retrospection interview were discussed in the 
research panel, in the Bilkent MA TEFL Research Seminar, in Spring 1993. 
Interviews were conducted individually with each participant. Each 
participant was asked to read the text at his own rate, using his or her 
own reading and learning strategies in the process of reading. The time of 
the reading was measured. The researcher was present and made notes on the 
participants' reading strategies, such as making notes, consulting the 
dictionary, etc. After reading the text, each participant had from 1 to 2 
hours before being interviewed by the researcher. Individual interviews 
were conducted over 4 days. The interviews were transcribed afterwards 
word for word.
The researcher met with the participants four times. The first time 
the students were informed about the general aim of the research, and the
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tasks the participants were expected to perform. The second meeting 
consisted of the administration of the Michigan Test of English Language 
Proficiency. During the third meeting the participants were interviewed.
It was a standard open-ended interview. Each interview lasted from 15 to 
20 minutes. The fourth meeting consisted of two sessions. During tlie 
first session the participants read a text on American history. The time 
spent on reading varied from 15 to 60 minutes. As it was a delayed 
retrospective interview the interviewees met with the researcher 1-2 hours 
later and were interviewed. They were asked thrtee types of questions: 
comprehension questions, attitudinal questions, and direct questions.
Pilot Study
To test the questions of the standard open-ended interview for 
validity and to measure its timing a pilot study was conducted. The 
participant of the study was a student not involved in the research. Out 
of six types of questions composed for the standard open-ended interview, 
only the questions of four types were asked during the interview. Opinion- 
belief questions and knowledge questions consisted mostly of questions 
concerning the course in American History, and as the interviewee was not 
taking the course, these questions were omitted. The interview lasted 10 
minutes.
In the process of the pilot study the interviewer had to make the 
following changes in the standard open-ended interviews with the partici­
pant of the study:
1. The questions which were supposed to be asked as one question were 
divided into two and asked in sequence, after getting the answer to the 
first question, e.g. instead of asking "Do you read newspapers, weeklies in 
English or in Turkish?", the interviewer asked two questions:
a) Do you read newspapers, weeklies?
b) Do you read them in English or in Turkish?
2. Additional questions were asked, e.g., after the question "Do you have
any collection of books at home and in what languages are the books?", the 
interviewer asked the following question: "Is the collection of books
yours or your parents?" or, after the question "Where are you from?" and 
the answer "I am from Rize.", the interviewer asked the interviewee for
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some additional information about the place "Is it far from Ankara?”
3. The answer to the previous question in the interview determined the
necessity to omit the next question. E.g., in his answer to the question 
"What kind of books did you prefer to read in high school?", the inter­
viewee mentions books in English, so there is no need to ask "Were they in 
Turkish or in English?". Or, the answer to the question "Have you ever 
been to any English-speaking country?" "No, I have never been" makes it 
unnecessary to ask "How much time did you spend there? How many times have 
you been there?" ^
4. The answer to the previous questions makes the interviewer ask the 
question in a different way. For example the interviewer asked
"How many years had you studied English before you entered the University?" 
The answer to this question by the interviewee makes the researcher ask the 
question not for obtaining information but for obtaining confirmation. "So 
you didn't attend a prep class at Bilkent University, did you?"
5. The question "Being a prep student did you have any reading class?" 
should not have been asked at all, because in the beginning of the inter­
view the researcher had got the answer informing him that the interviewee 
had not been a student of preparatory school at Bilkent University.
The pilot study proved the validity of the four types of questions 
included in the interview and showed the necessity for the interviewer to 
be ready to ask some questions which were not worded and arranged before­
hand. This gave the researcher more freedom and flexibility in obtaining 
information in greater depth by asking questions which were not worded and 
arranged beforehand.
CHAPTER 4: ANALYSIS AND INTERPRETATION OF DATA
The research questions of this study are:
1. Do the concepts introduced at lectures on American History constitute a 
part of students' background knowledge, (content schemata)?
2. Does the knowledge of key concepts in the area of American History 
facilitate reading comprehension?
To answer the research questions listed above the retrospective 
interviews and standard open-ended interviews were analyzed.
Delayed Retrospective Interviews 
Analysis of Definitions of Key Concepts
To answer the first question, that is, whether the key concepts 
selected from the text introduced at lectures on the American History 
constituted a part of the participant's background knowledge, the learners 
were asked to define five concepts selected from the text on American 
History. Three of the concepts — "peace without victors", "the Monroe 
Doctrine", and "isola-tionism"—  were introduced at lectures on American 
History. Two others —  "the Old World" and "provincial pacifists"—  were 
not previously instructed.
Ebru. In defining the concept 'peace without victors' the participant gave 
the general idea of the concept without focusing on information in the 
text, which emphasized the advantage of 'the peace without victors' treaty 
in being capable to help avoid a new war. Below, consider the transcript 
of the definition given by the participant:
"As far as I understand it, when there is a victor, there is somebody 
who is at a lower position. The victor in the past had the right to occupy 
land, to take money, to kill, torture, rape women, all sorts of things.
But 'Peace without victory' means that there will be reciprocity, equality 
between sides. When people sit at the table one will not be inferior to 
the other, they will start on equal terms."
In discussing the second concept 'the Monroe Doctrine', which 
comprised four major points, the participant exposed her knowledge of the 
concept by mentioning three out of four major points and supplied some 
additional information, such as the first name of the author of the 
Doctrine and the approximate time it appeared. This additional information
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can be considered as proof that this concept was part of the participant's 
prior knowledge. Describing the main parts of the Doctrine, the partici­
pant mentioned those which were more relevant to the content of the text. 
Consider:
"Monroe Doctrine? It was the doctrine by James Monroe. As far as I 
know Anglo-British, no, British-American war. It was 1820 or something 
like that. It meant that the American continent was to be subject to no 
further colonization by European powers. US had special politics of its 
own, and European politics could not do anything' with it. And if they 
tried anything it would be an act of aggression and would cause a war, and 
that the US would not be involved in the affairs of Europe and it sees the 
seeds of isolationism."
While describing the third concept, 'isolationism', which meant that 
the US should retreat from world affairs, and in this meaning was used in 
the text, the participant brought in her background knowledge. Expanding 
on the answer, she stated her belief that the US isolationism referred to 
all the world except Latin American continent. Consider:
"Isolationism is not to interfere with the affairs of Europe. It 
means not interfere with the affairs out of America. The US interfered 
with Latin America and the continent. It means to stay away from wars, 
political disputes. And I remember one more thing. It happened when 
Britain wanted to have an alliance with the United States, a holy alliance 
in case the holy alliance would want to occupy the Spanish territory."
In defining the fourth concept "the Old World" which was not intro­
duced in American History lecture classes, the participant revealed the 
knowledge of the concept presumably based on general cultural background 
and supported by the text. Consider:
"the Old World? It is Europe. With its known England, France, the 
great powers. It is the Old World."
The fifth concept, not introduced at the American History lectures 
either, caused some uncertainty. The participant failing to treat the 
concept 'provincial pacifist' as a phrase, tried to define each individual 
element of the unit involving her prior background knowledge. However, 
correctly defined individual words of the unit could not lead the
participant to the right conclusion. Instead of defining the concept as 
'narrow-minded pacifists', the participant defined it as 'local pacifists'. 
Consider:
"Provincial pacifists are people who are against war, against 
military actions actually, and provincial may, might mean, I am only 
guessing, I don't know exactly. But I mean from province, local pacifists" 
Al_i. In the definition of the first concept "peace without victors", the 
participant revealed his understanding of the main idea of the concept.
His understanding was likely to be based both on, his background knowledge 
and the information obtained from the text. One of the main implications 
of the "peace without victors" treaty, emphasized in the text as a guaran­
tee of a long-term peace, was also included into the participant's defini­
tion. Consider:
" Peace without victors" that is the phrase used for the Wilson's 
idea initially before the signing of the Versailles treaty , which itself 
was not the peace without victors. The "peace without victors" was to mean 
that there were not harsh conditions laid down for the defeated side.
There were no victors in the sense that there we.:e not war indemnities, I 
am not sure about the word, no payments from the defeated side, no repara­
tions, and no territory to be invaded of the defeated side. So it was an 
idea to promote a long-term peace in which a potential of a coming war in 
future can be avoided."
Not analyzing "the Monroe Doctrine" in detail, the participant 
focused only on the isolationist aspect of the doctrine which was essential 
for the comprehending of the text. Consider:
" 'The Monroe Doctrine' in its history goes back, but as far as the 
concept concerns our text here, it is the isolationist policy of the United 
States and its implications under the attitude of the American politicians 
toward the Versailles treaty. The Monroe Doctrine implied in the minds of 
some American politicians that the US should not be involved in the dirty 
politics of the Old World and it should keep itself away from the in­
trigues, and it should follow the isolationist policy which it had followed 
previously."
The concept "isolationism" was spontaneously commented on and
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revealed the knowledge and understanding of the main idea of the notion. 
Consider:
"This is again something which I had somehow explained in the 
previous question. It is the American way of foreign policy,since,we may 
say, 19th ce itury, even 18th century. But this isolationism is a qualified 
isolationism in which United States involved in many affairs of the world. 
But it just stood away from the political affairs of Europe in practice.
In theory it was to mean that the United States should stay in Americas: 
North and South, and should not go into the political games of other 
countries of the world."
The explanation of the term "Old World" not introduced at lectures, 
reflected his understanding of the concept and his ability to associate the 
information from his general background knowledge about the concept with 
the studied text.
"The Old World" in this context meant Europe, but Old World theoreti­
cally means Europe, Asia, and Africa."
The term "provincial pacifists" caused the participant difficulty in 
explaining, and not having the prior knowledge about the concept, the 
participant attempted to define it only on the basis of the information 
taken from the text. But that information turned out to be insufficient 
for understanding.
"Oh, I can’t explain it as a phrase, but in the text it means the 
ones being, the ones who are against this Versailles treaty type of peace 
after the World War I."
Seda. The definition of the concept "Peace without victors" given by the 
participant reflected the main idea of the notion but it was not thorough 
enough to emphasize its importance as a potential for avoiding a new war. 
The participant's approach to defining the concept was not integrative.
She did not apply the information about the concept stored in her memory to 
the newly learned information from the text. Consider:
"This means... . If you... . "Peace without victors" does not 
depend on taking revenge from the side that lost the war."
"The Monroe Doctrine" concept was approached not as the document 
comprising four major points but only from the isolationist point of view.
without even mentioning the US keeping out of European military conflicts. 
Consider:
" The Monroe Doctrine supports isolation of US especially from 
Europe^ and US would not interfere with the internal affairs of Europe and 
US would not let Europe to interfere with the internal affairs of the US."
The concept "isolationism" was explained in the same way as "the 
Monroe Doctrine". Consider:
"Isolation for US, US should not interfere with the affairs of 
Europe and Europe should not interfere with the affairs of US."
The participant failed to explain "the Old World" concept.
Being unable to explain "provincial pacifists" the participant defined only 
the word "pacificist".
"I know "pacifist", I mean, it you are being on the side of peace.
But "provincial" I do not understand."
Gizem. In defining the first concept the participant revealed some general 
understanding of the notion being unable to elaborate and explain it.
"I mean when Wilson tries to create this word he wants to moderate 
the term 'victor', he wants to make other losers of the war to feel lose.
So he just created that word."
In discussing "the Monroe Doctrine" the participant mentioned 
correctly the existence of four major points in the Doctrine, but managed 
to name only two of them, one of them relevant to the studied text. 
Consider:
"I know about it. I learnt it from American history class, that it 
is, it has four topics like America will not be a subject of future 
colonization or America will not be integrated into European wars and 
internal affairs and it is mostly on American isolationism."
"Isolationism" was explained in general correctly, but the term was 
mostly applied to America's relations only with Europe. Consider:
"I know it. It is about America not integrating into European 
affairs."
"The Old World" was associated by the participant only with Europe. 
Consider:
"It is Europe mostly."
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The concept "provincial pacifist" caused certain difficulties in 
giving its definition. Not knowing it as a phrase, the participant made an 
attempt to explain at least one component of the unit, the word "pacifist". 
Consider:
"I know what pacifist is. I mean it is people who are for peace. But 
provincial... . I don't know."
Ilnur. In defining the first concept "peace without victors" the partici­
pant gave a correct definition of the term. But the participant, being 
unable to integrate his prior knowledge of the concept with the text, did 
not see the real importance of "peace without victors" treaty and could not 
explain that it was meant to avoid anothe/.· war. Consider:
"It means that any part will gain nothing. There will be no looser 
part, no humiliating articles in peace-making treaties."
The discussion of "the Monroe Doctrine" lacked exactnej^ is and thorough 
information. The concept was familiar to the participant but did not 
reveal exact knowledge of the historical phenomenon. Consider:
"The Monroe Doctrine" symbolizes America’s isolationism within the 
American Continent."
The attempt to define "isolationism" showed the participant's 
knowledge of the concept. The participant managed to explain that Ameri­
ca's isolationism meant keeping out of world affairs, focusing on the 
American Continent. Consider::
"Don't intervening into other's affairs, but American isolationism is 
different from the strict meaning of isolationism. There is something that 
is not in the common strict sense of isolationism, such as they mean of the 
isolationism within the American continent, they will intervene everything, 
not only their state affairs but other territories."
The definition of "the Old World" concept revealed the lack of any 
knowledge of it. Consider:
"The international system before the World War I and during World War
I. "
The concept "provincial pacifists" proved to be unknown to the 
participant. Failing to define the whole unit, the learner defined only 
the second element. Consider:
” Pacifists are those who are against war^ provincial... . I am not
sure.”
Results of the Analysis of Definitions
Thus, on the basis of the analysis of the definitions of the given 
concepts we can conclude that participants Ebru and Ali, and Gizem revealed 
the knowledge of four concepts — "peace without victors", "the Monroe 
Doctrine", "isolationism", and "the Old World" — , though each to a differ­
ent degree. Three out of four concepts were introduced at the American 
History classes, and one "the Old World" was not^  instructed previously. 
Participants 3 and 5 displayed their knowledge of the three concepts 
introduced previously in the classroom. They were "peace without victors", 
"the Monroe Doctrine", and "isolationism". They could not explain "the Old 
World" and "provincial pacifists", the concepts not introduced in the 
classroom. None of five participants had prior knowledge about "provincial 
pacifists". All of them knew the word "pacifists" but none of them could 
explain "provincial pacifist" as a phrase, as a unit.
Summing up this analysis we can state the following:
1. All five participants had prior knowledge of the concepts "peace 
without victors", "the Monroe Doctrine", and "isolationism".
2. None of the participants knew the concept "provincial pacifist".
3. Only three of the participants Ebru, Ali, and Gizem knew the concept 
"the Old World".
The last two concepts were not instructed previously.
Analysis of Answers to Comprehension Questions
Another part of retrospective interviews was comprehension questions 
aiming to find out whether the selected key concepts were a constituent 
part of the participants’ background knowledge. The comprehension ques­
tions also served to answer the second research question, that is, whether 
the knowledge of key concepts in the area of American history facilitates 
reading comprehension. (For the transcriptions of the retrospective 
interviews, comprehension questions part, see Appendix E.)
Comprehension Question 1.
Which promise influenced the surrender of Germany in World War I?
Ebru. In spite of some expressed uncertainty this question was answered
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correctly. The use of the concept "peace without victors" was anticipated, 
and the participant used it.
Ali. The concept was used in the answer correctly without hesitation.
Seda. This question was answered correctly. However, instead of the 
anticipated concept "peace without victors" as a phrase, it was defined. 
Gizem. The participant could not answer the question.
Ilnur. In the answer, the participant correctly used the anticipated 
concept "peace without victors".
Comprehension Question 2.
The "PeacG' without victors" idea recommended by Woodrow Wilson in 
1917 brought him towering, great prestige. Why?
Ebru. The answer to the question revealed only understanding of the 
concept "peace without victors". The participant failed to integrate the 
knowledge of the concept with the information of the text. She proved to 
be unsuccessful in answering the question. The answer was supposed to 
reveal much more the concern of people about the long-lasting peace which 
could be guaranteed by the "peace without victors" treaty, than about 
Germany "not being punished so severely."
Ali. This question was answered correctly. The participant was aware that 
another kind of peace, like one promoted by the Versailles treaty, would 
bring about another war.
Seda. This question was answered correctly. The implication that "the 
peace without victors" idea would prevent another war was emphasized.
Gizem. The direction of the statement expressed in answer to the question 
was right, but the answer was implied, it was not explained. It was mostly 
based on the knowledge of the concept, not on the text.
Ilnur. This question was answered correctly. Both America and Europe were 
tired of war and wanted to prevent a new one. The "peace without victors" 
idea served this purpose. The understanding of the concept helped inte­
grate the knowledge of the concept with the text and give an exact answer 
to the question.
Comprehension Question 3.
The signing of the Versailles treaty by W. Wilson seemed incredible 
to his admirers. Could you explain why?
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Ebru. The answer to the third question was considered correct. The knowl­
edge of the concept "peace without victors" applied to the text helped the 
participant come to the right conclusion. However, the participant did not 
emphasize that by signing the Versailles treaty the political image of W. 
Wilson was ruined because it was inconceivable with the image of the 
politician who recommended "the peace without victors".
Ali. Answering this question, the participant correctly named the Ver­
sailles treaty a "humiliating" one, as the treaty which would cause another 
war. But he did not emphasize that Wilson as thjB man who promoted the idea 
of "peace without victors", by signing the Versailles treaty disappointed 
his admirers, and his prestige was ruined. It was not the same as before 
any longer. The participant did not mention the concept "peace without 
victors" in his answer.
Seda. The question was ansv;ered correctly: Wilson's signing of the
Versailles treaty was incompatible with his image, the image of the 
politician who promoted the idea of "peace without victors". This is 
reflected in the answer of the participant. The knowledge of the concept 
"peace without victors" integrated with the text promoted, in its turn, to 
the participant's accurate comprehension of the text and giving a correct 
answer.
Gizem. The participant gave a relatively accurate answer to this question. 
The image of President Wilson who suggested "the peace without victors" was 
incompatible with that Wilson who signed the Versailles treaty. The 
question not having the concept "peace without victors" in its wording 
implied the participant's knowledge of it. And knowing the concept the 
participant managed to apply it to the text and answer the question 
correctly.
IInur. The answer to the third question though not an expanded one can be 
considered to be the right one. Wilson's signing of the Versailles treaty 
seemed incredible to his admirers, because he was the political leader who 
suggested the idea of "peace without victors".
Comprehension Question 4.
What was Clemenceau's only concern after the war? Why was he 
accused of short-sightedness?
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Ebru. The answers to both parts of this question can be considered to be 
correct and rather detailed. The knowledge of the concept "peace without 
victors" helped the participant obtain the necessary information from the 
text about the Anglo-American alliance not being able to guarantee lasting 
peace against the "peace without victors" treaty.
Ali. The answer to the question was correct and showed that the paragraph 
was processed well. The question implied the knowledge of the concept 
"peace without victors" because Clemenceau*s short-sightedness was in his 
opposing a "peace without victors" kind of treaty. And this was implicitly 
expressed by the participant.
Seda. The both parts of the fourth question were answered correctly. The 
sentences exactly reflected the main ideas covering the questions. This 
question did not require the direct mentioning of the concept "peace 
without victors". However, the political image of Clemenceau was associat­
ed with the person who rejected the idea of the "peace without victors" 
treaty. The knowledge of the concept was likely to facilitate understand­
ing of the short-sighted policy of Clemenceau.
Gizem. The answer to this question being rather general can still be 
considered as correct. In her answer the participant implicitly expressed 
the knowledge of the concept "peace without victors". Anglo-American 
alliance did not guarantee peace in future, so it was implied that it 
could have been achieved by the "peace without victors" treaty.
Ilnur. Both parts of this question were answered correctly. The answer 
implied the participant's knowledge of "peace without victors" because it 
was against making Germany weak and disarmed.
Comprehension Question 5.
What was Wilson's role in regulating post-war relations and disputes 
between France and Germany, and France and Britain?
Ebru. The answer to this question included the information from the text, 
but omitting such an idea as Wilson's intention to moderate not only the 
French claims but the British ones as well. The participant also did not 
point out the fact that Wilson's acquiescence to Clemenceau's policy was 
not enthusiastic. But, in general, the answer can be regarded as correct. 
Ali. The answer to the question was right but it did not reflect the full
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role of Wilson in regulating post-war relations. The participant failed to 
show compromising, conciliating approach of Wilson to the policy pursued by 
Clemenceau. The participant did not use'*'peace without victors" concept in 
his answer. However, stating that the military block of allies failed to 
guarantee the security of France, the participant implied that the "peace 
without victors" treaty could have been a greater success.
Seda. The answer to the fifth question reflected good understanding of the 
problem stated in the question. The participant comes to the right answer 
through speculating on "peace without victors" concept. There is presum­
ably a relation between the knowledge of the concept and comprehending of 
the paragraph.
Gizem. The participant could not answer this question. This question had 
no reference to the concept "peace without victors", and the paragraph of 
the text which did not mention the concepts under study turned out to be 
difficult for the participant, and she could not answer the question.
Ilnur. The answer to the fifth question was in general correct, but it 
gave no details, no specific information about the post war relations 
between France and Germany, and France and Britain, and the role Wilson 
played in regulating them. The military guarantee of peace in Europe came 
up when the idea of "peace without victors" was rejected.
Comprehension Question 6.
Why were Americans, especially men like Herbert Hoover, who had 
experienced the horrors of war, at first hand, shocked by Europeans' 
ingratitude?
Ebru. The answer to the question reflects the participant’s comprehension 
of the passage. The main ideas of the paragraph, such as the terms of 
Versailles, the loss of thousands of American soldiers in World War I, and 
European ingratitude, were mentioned by the participant. The question 
implied the knowledge of the concept "peace without victors". The signing 
of the Versailles Treaty as opposed to the "peace without victors" treaty 
shocked American intellectuals and liberals. The participant managed to 
integrate the knowledge of the concept with the text, which in its turn 
facilitated the comprehension of the paragraph.
Ali. The participant answered this question correctly in general.
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However, in his answers he gave no details, no facts. There was given one 
fact in the text: When the US insisted on repayment of war loans it was
called ’’Uncle Shylock”. Not mentioning this fact might be explained by the 
participant’s not knowing what ’Uncle Shylock” means. Besides, the 
participant did not explicitly reveal the role of the Versailles in making 
liberals turn away from Europe.
Seda. The answer to the question was incomplete, it dealt only with the 
Americans’ fears. The knowledge of the concept was implied by the ques­
tion. And as the question was not directly associated with its knowledge 
in the participant’s mind, she failed to answer the question.
Gizem. The answer to the sixth question was not clearly expressed. There 
is one statement about Americans who gave so much to Europe, and Europe is 
understood from the rest of the utterance, and about Europeans going their 
own way. This answer was not based on the material of the paragraph. The 
word ’ingratitude” and understanding of the concept "isolationism” were 
probably the only clues for the participant in her attempt to answer the 
question.
Ilnur. The answer to this question was correct. Americans, both liberals 
and nationalists, however different their reasons were, were dissatisfied 
with the Versailles treaty. The knowledge of the concept "peace without 
victors" seemed to help in understanding the main idea of the paragraph. 
Such a characteristic detail was not mentioned that the Americans were 
especially shocked by European’s ingratitude ,when the US insisted on 
repayment of war loans and in return it was being called "Uncle Shylock".
It can be explained by the participant’s not knowing the phrase "Uncle 
Shylock’.
Comprehension Question 7.
Do you think the Monroe Doctrine was important for Americans? Why 
do you think so?
Ebru. In her answer, the participant mentioned only one item of the Monroe 
Doctrine relevant to the information of the studied text, that is, US 
isolationism. However, her knowledge of the concepts "the Monroe Doctrine" 
and "isolationism" seemed to contribute to better understanding of the 
paragraph.
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Al_i. "The Monroe Doctrine” which had four major points was discussed by 
the participant only with regard to one aspect relevant to this particular 
extract: US would not intervene in the affairs of Europe. The logical 
relations between such notions as the Covenant of the League of Nations, 
the Doctrine, Republicans, Lodge, nationalists, the Versailles treaty were 
expressed correctly. It proves good comprehension of the paragraph and 
good learning from the text promoted by the prior knowledge of the concepts 
"the Monroe Doctrine" and "isolationism".
Seda. This question was answered correctly. The Monroe Doctrine which had 
four major points, was discussed only from the point of view of not 
interfering in the internal affairs of Europe probably because this point 
was relevant to this text.
Gizem. The answer can be considered correct. However, it is important to 
point out that the Monroe Doctrine was regarded and approached by the 
participant not as the Doctrine with four important items, but as having 
one item —  America's isolationism. So, the prior knowledge of the 
concepts "the Monroe Doctrine" and "isolationism" facilitated the 
participant's answering the question.
Ilnur. Giving an answer to the seventh question the participant out of 
four items of "the Monroe Doctrine" dwelled only on the point which was 
essential to the text.
Comprehension Question 8.
After the war Americans did not want to get involved in the affairs 
of the Old World any more. What was this attitude or trend called in 
American History?
Ebru. This question presented the definition of the concept "isolationism" 
which required of the participant to name the concept. The concept was 
spontaneously named.
Ali. By the definition of "isolationism" the participant immediately 
guessed the concept.
Seda. The definition of "isolationism" was understood correctly, and the 
concept was guessed immediately.
Gizem. The definition of the "isolationism" failed to make the participant 
name the concept at once. Only the interviewer's hint that the participant
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had previously used it in her speech provoked the correct answer.
Ilnur. The answer to the eighth question was correct.
Comprehension Question 9.
Provincial pacifists were afraid of the League of Nations as incom­
patible with the Monroe Doctrine. What were they afraid of?
Ebru. The answer to this question seemed to be correct, but, in fact, the 
lack of prior knowledge of t«he concept "provincial pacifists" and, conse­
quently, not paying attention to the word "preachment" prevented the 
participant from comprehending some irony of the author towards those who 
did not want to see the real state of affairs and were ready to hide behind 
the policy of isolationism.
Ali. This question was answered partially correctly. The participant did 
not react to the negative connotation of the "provincial pacifists" and 
probably that was why he failed to perceive the irony expressed by the 
writer in the paragraph towards people with narrow views.
Seda. The answer to the ninth question was partially correct because there 
was no understanding of some negative meaning of "provincial pacifists" as 
of "narrow-minded pacifists". That was why the participant failed to 
comprehend some irony of the writer with regard to those "naive" people who 
hoped to survive by standing aside from world affairs and by living 
isolated on the American Continent.
Gizem. In general, the question was answered correctly, but since the 
concept "provincial pacifists" did not give any clue to approaching the 
question differently, the participant failed to process the true meaning of 
the paragraph.
Ilnur. The answer to the question was partially correct. The participant 
did not pay attention to the concept "provincial pacifists", or probably 
not knowing it, failed to perceive the irony expressed by the writer in 
that paragraph.
Results of Analysis of Answers to Comprehension Questions 
Research Question 1.
Having analyzed the answers to the comprehension questions we can 
state the following about the participants' knowledge of the studied 
concepts :
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Ebru. Questions 1-3 anticipated the knowledge of the concept "peace 
without victors". The participant displayed the knowledge of these 
concepts, though in the answer to question 3 it was not explicit. Question 
4 was aimed at finding out the knowledge and understanding of the "Monroe 
Doctrine." The participant revealed her knowledge of the concept.
Question 8 anticipated the knowledge of the concept "isolationism". The 
participantes answer to question 9 was based on the understanding of two 
other concepts —  the League of Nations and the Monroe Doctrine. It did 
not reveal the prior knowledge of the concept 'provincial pacifists*.
Ali. Questions 1-3 were intended to check the participant's knowledge of 
"peace without victors" concept. The first two answers revealed the 
knowledge of the concept, the third answer did not express the knowledge of 
the concept explicitly, however, it seemed to imply the Versailles treaty 
as a "humiliating" treaty probably as opposed to "peace without victors" as 
a "magnanimous" peace. The answers to questions 7 and 8 displayed the 
participant's knowledge of the concepts, "the Monroe Doctrine" in question 
7, and "isolationism" in question 8. The answer to question 9 revealed no 
knowledge of the concept "provincial pacifists".
Seda. Questions 1-3 anticipated the participant's knowledge of the concept 
"peace without victors". The participant displayed her knowledge of the 
concept. The answer to question 7 showed the participant's knowledge of 
the concept "the Monroe Doctrine". The answer to question 8 revealed the 
participant's knowledge of the concept "isolationism". The answer to 
question 9 showed that the participant did not know the concept "provincial 
pacifists".
Gizem. The answers to questions 2 and 3 showed that the participant under­
stood the concept "peace without victors", though the first question which 
required the concept as a term was not answered. Question 7 anticipated 
the knowledge of the concept "the Monroe Doctrine", and the participant 
displayed his knowledge of the concept. The answer to question 8, though 
given with some hesitation, revealed the knowledge of the term "isola­
tionism". The answer to question 9 showed that the participant did not 
know the concept "provincial pacifists".
Ilnur. The answers to the first three questions showed the participant's
36
understanding and knowledge of the concept "peace without victors".
Question 7 revealed the participant’s knowledge of "the Monroe Doctrine".
In his answer to question 8 the participant showed his knowledge of the 
concept "isolationism". The answer to question 9 proved that the partici­
pant did not know the concept "provincial pacifists".
S o , summing up the analysis of the comprehension questions aimed at 
revealing the participant's knowledge of the studied concepts, we can state 
the following:
1. All five participants knew such concepts as -"peace without victors", 
"the Monroe Doctrine", and "isolationism".
2. All of them did not know "provincial pacifists".
3. The wording of the definition of "isolationism" including the concept 
"the Old World" and the question asked, failed to determine the partici­
pant's knowledge of the concept "the Old World".
Comparing the results of the analyses of definitions and the results 
of the analyses of comprehension questions aimed at revealing the partici­
pants knowledge of the given concepts we can conclude the following;
1. All the concepts introduced at American History classes constituted a 
part of the participant's background knowledge.
2. One of the two concepts not introduced in the classroom "provincial 
pacifists" was unknown to all the participants. The absence of prior 
knowledge of this concept made all the participants split the unit into the 
constituent parts. Some of them analyzed them separately , and this 
resulted in the loss of the integral meaning of the concept. The others 
not knowing the meaning of the first element defined only the second one.
3. Only three participants (Ebru, Ali, and Gizem) knew the concept " the 
Old World", which was not previously instructed, and, presumably, their 
knowledge of this concept was based on their cultural background.
Research Question 2.
The comprehension questions gave the answers to the second research 
question as well: Does the knowledge of key concepts in the area of
American History facilitate reading comprehension?
1. The prior knowledge of the concept "peace without victors" introduced 
at lectures on American History integrating with the studied text was
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likely to facilitate the participants' comprehension of the text.
Ebru. See the answer to question 7 in Appendix E.
Ali. See the answers to questions 2-5 in Appendix E.
Seda. See the answers to questions 2-5 in Appendix E.
Gizem. See the answers to questions 3 , 4 in Appendix E.
Ilnur. See the answers to questions 2-6 in Appendix E.
2. The prior knowledge of the previously instructed concept "the Monroe 
Doctrine" served to enhance the participants' comprehension of the text. 
However, we should bear in mind that answers to -question 9 were incomplete 
because of the participants’ lack of knowledge of the concept "provincial 
pacifists"
Ebru, Ali, Seda, Gizem, Ilnur. See the answers to questions 7, 9 in 
Appendix E.
3. The prior knowledge of the concept "isolationism" was likely to enhance 
the participants' comprehension of the studied text.
Ebru, Ali, Seda, Ilnur. See the answers to questions 7, 9 in Appendix E. 
Gizem. See the answers to questions 6, 7 in Appendix E.
4. The absence of the prior knowledge of the concept "provincial paci­
fists" which was not introduced in the classroom, prevented the partici­
pants from accurate comprehension of the text.
5. The attempt to find out whether the knowledge of the concept "the Old 
World" belonged to the participants' background knowledge by means of a 
comprehension question proved to be unsuccessful, and, consequently, the 
researcher failed to investigate whether the knowledge of the concept 
enhanced the participants' reading comprehension. It occurred because of 
the researcher's usage of the concept in the definition of "isolationism". 
The definition had enough clues for the participant to guess the meaning of 
the concept "isolationism" even without knowing the concept "the Old 
World".
Standard Open-Ended Interviews and Attitudinal Questions 
Analysis of Standard Open-Ended Interviews and Attitudinal Questions 
The information obtained from the standard open-ended interviews and from 
attitudinal questions constituting a part of retrospective interviews and 
from other sources (results of Michigan test of English Language Proficien­
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cy) reported on the participants' general and cultural background, which is 
supposed to account for their reading comprehension in the area of American 
History.
Ebru. Seven years of American high school can presumably account for the 
participant* knowledge of English. (See for the results of the Michigan 
Test in Table 1). The participant read a lot both in English and in 
Turkish in high school and now reads much in English. She preferred to 
read world literature, English poetry, and psychological fiction. This 
could explain the participant's knowledge of the concept "the Old World" 
not instructed previously in the classroom and her attempt to understand, 
to make sense out of the components of the unknown concept "provincial 
pacifists". Her knowledge of reading strategies and making use of them 
while reading, especially her preference to guess the meaning of unknown 
words, rather looking them up in the dictionary, her better comprehension 
of the text in reading than in listening, could account for the time spent 
on reading the suggested text —  15 minutes. The answers to the attitudi- 
nal questions showed that while reading the text the only distractors were 
the studied text 'being more like a novel than a textbook', and the fact 
that the participant would be interviewed after reading the text. But 
these factors were not of great significance for the participant and did 
not prevent her from processing the text.
Ali. The participant's education in high school was in the German lan­
guage, but he studied English for 6 years before entering Bilkent Universi­
ty and studied one year at the Bilkent Preparatory School. The results of 
the Michigan Test testified to his knowledge of English and reading 
ability. The participant is fond of reading. His scope of interests in 
reading is wide: novels, politics, poetry,etc. This presumably accounted
for his knowledge of the concept "the Old World" not instructed in the 
classroom. The learner did not know much about the reading skills and 
strategies. He admitted his problems to be mainly those of vocabulary. He 
looked up every unknown word in the dictionary. While reading the text 
made notes in the margins. Vocabulary difficulties and taking notes in the 
process of reading were presumed by him to be the factors which made his 
reading slow. It took him 25 minutes to read the studied text. Among
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University courses he prefers history and philosophy. The familiarity of 
the topic and the knowledge of four out of five concepts under study helped 
him integrate his prior knowledge of the concepts with the text.
The answers to the attitudinal questions revealed the negative factors 
influencing reading of the suggested text. One of them was the organiza­
tion of the text: different viewpoints in one and the same paragraph; many
names without explaining their significance in American politicf. and 
history. The second factor was psychological. He was experiencing some 
stress of being tested and reading in the presentee of the researcher.
Seda. She studied English for 7 years in high school with some subjects 
taught in English. The participant did not read much in English in high 
school, only what was required. She does not like to read in English now. 
Before exams she could read 30-40 pages a day in English. The participant 
usually reads the text twice. Reading for the first time she makes notes, 
underlines the most important parts, and the second time, she reads only 
the underlined parts. While reading the participant tries to understand 
every word, and for this she either looks up words in the dictionary or 
makes guesses. The participant explained her slow reading by trying to 
understand every new word. She spent an hour on reading the suggested 
text. The participant prefers listening to lectures than reading the same 
material in textbooks. The difficulty of the text she sees in its subject 
matter.
The answers to the attitudinal questions revealed some factors 
interfering with processing of the text: the text was very much detailed;
some discomfort because of her next day classes; some noise from the 
outside; the print seemed to be unclear because she had left her glasses at 
home.
Gizem. She studied English for 7 years in high school and spent 1.5 month 
in the U.S. The Michigan Test of English Language Proficiency revealed the 
participant’s problems with vocabulary and partially with reading compre­
hension (see Table 1 on page 13). In high school she read a lot in Turkish 
and about 20 pages of English texts a week for her classes. Her difficul­
ties with reading in English she saw in language problems: syntax and
vocabulary. The participant knew about some reading skills and strategies
40
from the first year Reading class. While reading she tries to understand 
the whole text and looks up all unknown words in the dictionary. Reading 
textbooks is easier for her than listening to lectures. The participant 
found the suggested text complicated: every paragraph had different
subjects; syntactical organization of sentences was difficult. There were 
some unknown words in the text, but not so many. Some of the historical 
concepts such as "provincial pacifists" were unclear. Among psychological 
factors influencing her in the process of reading was the fact of being 
examined. It made her read more carefully, tryijig to understand more. As 
for environmental factors which affected her in reading the text she named 
noise, music. The participant spent 40 minutes on reading the text.
Ilnur. The participant studied English for 10 years. Altogether he has 
spent 5 years at Bilkent University. He reads mostly in Turkish and 
prefers to read political books, novels, newspapers, books on economy. It 
takes him from 15 to 30 minutes to read a newspaper in Turkish. If 
necessary he can read 600 pages a day. The participant was very critical 
about his knowledge of English. His reading in English depends on the 
difficulty of the text,and he reads only textbooks. The participant knew 
some reading skills but was not sure whether he was making use of them. 
While reading English texts he does not consult dictionaries often, prefers 
to guess the meaning of words. Among University courses considers history 
courses to be not interesting, even boring. Law courses are more important 
for him. However, he finds the American History course interesting. He 
did not read the textbook on American History. The participant knew 
something about American history from films, newspapers, fiction but not 
from the textbook. Listening is easier for comprehension of the material 
than reading.
Results of the Analysis of Standard Open-Ended Interviews and Attitudinal 
Questions
The analysis of standard open-ended interviews, answers to attitudi­
nal questions, and the data obtained from different sources yielded the 
following results:
1. Language background accounted for the participants' reading comprehen­
sion as one of the decisive factors, but not as the only one.
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2. Intensive reading in LI and in L2 contributed to the formation of the 
participants' cultural background.
3. The lack of knowledge of reading skills and strategies, or ignoring the 
fact of their usefulness, or unsystematic usage of them in the process of 
reading proved to be a preventing factor for successful reading comprehen­
sion.
4. Negative psychological and environmental factors affected the partici­
pants' reading comprehension.
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CHAPTER 5: CONCLUSIONS
General Results
This study attempted to find out if the knowledge of key concepts 
from academic texts enhanced reading comprehension of ESP students in their 
content classes.
The following research questions were under investigation:
1. Do the concepts introduced at lectures on American History constitute a 
part of students' background, content schemata?
2. Does the knowledge of key concepts in the area of American History 
facilitate reading comprehension?
To investigate these questions the researcher selected 5 participants on 
the basis of nonprobability sample selection method. The data collection 
procedures used by the researcher to answer the above mentioned research 
questions were retrospective interviews and standardized open-ended 
interviews.
Analysis of the data collected in delayed retrospective interviews 
(definition part, comprehension questions part, and attitudinal questions 
part), standard open-ended interviews, and the data obtained from other 
sources (the scores of the Michigan Test of English Language Proficiency, 
the researcher's own observations during the lecture.n on American History 
course and in the process of interviewing the participants) revealed the 
following results:
1. Out of five selected for the research historical key concepts, three 
("peace without victors", "the Monroe Doctrine", and "isolationism") were 
introduced at the lectures on American history course.
2. Both the data obtained from the definition part and from the answers to 
comprehension questions of delayed retrospective interviews showed that the 
above mentioned concepts constituted a part of the participants' background 
knowledge.
3. The two other concepts ("the Old World" and "provincial pacifists") not 
being introduced at lectures on American History caused certain difficul­
ties. Two of the participants (Gizem and Ilnur) did not know the concept 
"the Old World", and none of them knew the concept "provincial pacifists".
4. The data obtained from standardized open-ended interviews could
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presumably explain the knowledge of one not previously instructed concept 
by the participants. The cultural background of the participants could 
account for their knowledge of the concept "the Old World”.
5. All the participants failed to define the concept "provincial paci­
fists" as a phrase, as a unit. However, each participant displayed his 
knowledge of the word "pacifist*.
6. Out of five participants only one made an attempt to guess the meaning 
of the concept by defining each component, and only one participant tried 
to explain the meaning of the whole unit on the basis of making inferences 
from the text.
7. The analysis of the definitions of the concepts given by the partici­
pants, and the analysis of answers to comprehension questions revealed that 
with both previously instructed key concepts, which proved to be a part of 
the participants' content schem£ita, and with those which were not intro­
duced in the classroom, those participants were more successful who made 
attempts to explain the concepts integrating their prior knowledge of the 
concepts with the given text.
8. The analysis of the answers to comprehension questions revealed that 
the wording of question 8 aiming at finding out whether the key concept 
'the Old World' was a constituent of the participants' background knowledge 
was not a successful one. The concept was used in the definition of 
"isolationism", and the knowledge of the concept "isolationism" and the 
presence of other clues in the definition enhanced the participants' 
guessing of the concept even without paying attention to the concept "the 
Old World".
9. The analysis of the answers to comprehension questions revealed that 
the questions which included the target key concepts known to the 
participants were easier for them to answer.
10. The lack of prior knowledge of one of the unknown to the learners key 
concepts "provincial pacifists" made the participants in answering the 
question base their response on integrating their prior knowledge of other 
concepts ("the Monroe Doctrine", the League of Nations) mentioned in the 
question with the text, leaving out the concept they did not know. This 
strategy caused the participants to give a distorted answer, preventing
them to perceive the true meaning of the message in. the passage.
11. The answers given to attitudinal questions revealed that the text was
likely to cause some difficulty for the participants: some unknown words,
too many details, names, but not historical concepts, especially those 
which were introduced in the classroom.
12. The topic of the text and its length made no problems for the partici­
pants .
13. Among the psychological factors affecting the participants* reading, 
they named some stress coming from being tested,^ tiredness, concerns about 
the tasks to be prepared.
14. The main environmental factors causing discomfort in the process of 
reading named by the participants were noise, music coming from outside,
15. The observation of the participants in the process of reading the text 
and also their answers to the standard open-ended interview questions 
revealed that some participants did not know much about reading skills and 
strategies and did not believe in them. However, in using them unsystemat­
ically, they were not aware of doing it.
16. Most of the participants admitted their knowledge of concepts being 
le rnt during their History classes.
The findings of this study enable us to hypothesize:
1. If the learners are instructed about key concepts from their specific 
content area, American History, these key concepts begin to constitute a 
part of their background knowledge, content schemata.
2. Integration of the learners' prior knowledge with the suggested text 
will enhance their reading comprehension.
3. The development of general and cultural background of learners through 
intensive reading in their specific content area as well as through reading 
for pleasure will contribute to learners' better reading comprehension.
4. Strengthening of learners' reading strategic resources and systematic 
usage of reading skills and strategies facilitate learners' reading and 
learning from the text.
Discussion
Research in L2 reading emphasizes the role of background knowledge, 
vocabulary and knowledge of rhetorical relationships in the successful
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comprehension of a text (Carrell, 1987, Johnson, 1982), among which content 
is considered to be of primary importance (Carrell, 1987).
The findings of this study suggest that background knowledge ,built 
and activated, contributes to facilitating of the comprehension of a text 
in a specific area of American history. This study has addressed an area 
in which relatively little research has been conducted: Johnson (1981)
studied effects of language complexity and the cultural origin of prose on 
the reading comprehension, McKeown et al. studied the contribution of prior 
knowledge and coherent text to comprehension in LI reading, Marshall and 
Guilmour (1993) investigated the role of lexical knowledge in activating 
content schemata for successful reading comprehehsion of EST students, 
Connor (1984) and Perkins and Angels (1985) investigated the impact of 
language background on two comprehension skills: recall of propositional
type and concept formation, respectively. Alderson and Urquhart (1988), 
Johnson (1982), etc., found the topic familiarity a greater predictor of 
comprehension ability than are text-based linguistic factors. There are 
also studies (Adams, 1982, Carrell, 1983) which investigated the use of 
pictorial support to provide background knowledge.
The results of the present study support the notion that key concepts 
in the area of American history introduced at lectures become a constituent 
of the reader's content schemata, and being integrated with the reading, 
enhance its comprehension. Readers need to interact with the text, 
negotiating meaning through the various kinds of clues they find in it, and 
the key concepts can be considered very important clues for processing all 
the necessary information of the text.
Delayed retrospective interviews proved to be a good procedure for 
assessing students' background knowledge, that is, they succeeded in 
finding out whether the key concepts under study belonged to the parti­
cipants' content schemata and whether they facilitated comprehension of the 
text.
Standard open-ended interviews supplied the researcher with 
information about the participants' general and cultural background, which 
was important for understanding what other factors except content schemata 
influenced the participants' reading comprehension.
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The analysis of the data obtained from retrospective and standard 
open-ended interviews indicated a difference in the role the concepts 
introduced at American History lectures, on the one hand, and the concepts 
which were not previously instructed, on the other, played in the compre­
hension of the text.
In sum, the study gave some evidence that a reader in a specific 
content area of American History contributes to the comprehension if he has 
background knowledge, and that teachers should be facilitators of the 
acquisition of appropriate content knowledge ,in our case, key concepts.
Pedagogical Implications
The pedagogical implications derived from this study can perhaps be 
summarized as follows:
1. The background knowledge of learners used to interactions with the text 
is suppo:-.ed to contribute to their successful reading comprehension and 
learning from the text. Learners' background knowledge should be built and 
activated. Introduction of key concepts in a specific content area is 
likely to serve the purpose of enlarging the learners' background knowl­
edge .
2. The development of reading skills as a goal of the foreign language 
curriculum could promote to enhancing reading comprehension and learning 
from the text.
3. Students can be given more works on the same topic so that they can 
apply their newly gained fackground knowledge to the interpretation of 
similar texts and be able to integrate all available information for 
successful comprehension of a text which will lead to better learning from 
the text.
Implications for Further Research
1. Researchers need to focus their efforts on finding out and developing 
factors that could contribute to building the learners' content schemata, 
searching for ways to facilitate integration of the background knowledge 
with the text. This in its turn will probably lead to enhancement of 
reading comprehension and learning from the text.
2. Future studies need to work out such learning and reading strategies 
that could serve to develop independent readers whose purpose in learning
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to read in English as a foreign or second language is to learn from the 
text they read.
3. Future researchers should refocus their efforts from linguistic 
features of text to reader factors where meaning is actually constructed, 
admitting the complicated nature of memory and comprehension.
4. Future research needs to study the interrelationship among all kinds of 
prior knowledge which the reader brings to reading task (Knowledge of 
content, knowledge of rhetorical structure, linguistic knowledge, knowledge 
of the world, etc.) to determine their role and-priorities in enhancing 
comprehension of the text.
5 .s Future research needs to find out links between a learner’s background 
knowledge and experience and the academic requirements of different 
disciplines.
6. Future research needs to focus on developing comprehension strategy 
instruction.
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IR 312 —  American History
Bilkent University
Department of International Relations 
Spring 1993
Course Description: Following an introduction about Colonial America, the
scope is from the American Revolution to the Reagan years. The focus is on 
political, socio-economic (e.g. the rise of big business and its implica­
tions) and some intellectual history of the usa,' supplemented by video 
films on American history as time permits. Additional reading assignments 
focus on how the American system works.
Course Requirements: There will be one mid-term exam, which counts for 50%
of the grade and the final exam will count towards the other 50% of the 
overall grade. There will be reading assignments in addition to the 
required textbook.
Required textbook: Hugh Brogan (1985), The Pelican History of the United
States of America. NY: Penguin.
Course Outline:
Week One: Introduction
Colonial Ways of Life and the Imperial 
Perspective
Week Two: From Empire to Independence
Reading: Brogan (pp. 71-192); the
American Constitution, the Living Constitution (xeroxed)
Week Three: Shaping a Federal Union- The Federalists:
Washington and Adams.
Reading: American Federalism (xeroxed)
Week Four: Republicanism: Jefferson and Madison and the
Jacksonian Impulse
Reading: Civil Liberties (xeroxed)
Week Five: The Dynamics of Growth: An American
Renaissance: Religion, Romanticism and Reform
Reading: Equal Rights under the Law
(xeroxed)
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Week Six: Manifest Destiny; The Old South: An
American Tragedy, Rights to Life, Liberty and Property 
(xeroxed)
Week Seven: Mid-Term Exam
The crisis of Union
Readinc/: Political Culture and Ideology
(xeroxed)
Week Eight: Reconstruction: North and South; Big
Business and Organized Labor
Reading: Brogan (pp. 223-356); Interest
Groups (xeroxed)
Week Nine: The Course of Imperialism.
Progressivism: Roosevelt, Taft and Wilson
Reading: Elections (xeroxed)
Week Ten: Wilson and the Great War. Society and
Culture between the Wars
Reading: Brogan (pp. 385-505); The Presidency;
Congress and the President (xeroxed)
Week Eleven: Franklin D.Roosevelt and the New Deal; From
Isolation to Global War; the Fair Deal and 
Containment
Reading: Judges (xeroxed)
Week Twelve: Postwar Society and Culture (1945-1960);
the Eisenhower Years
Reading: Making Public Policy (xeroxed)
Week Thirteen: New Frontiers; Kennedy and Jonson; the 
Nixon Years: Rebellion and Reaction
Reading: George C. Harring " Victory and
Ordeal" (St. Louis Missouri, 1976) and American 
Foreign Policy (xeroxed)
Week Fourteen: Retrenchment: Ford to Reagan
Reading: Brogan (pp. 535-666).
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Standard Open-ended Interview Questions
I. Demographic Questions
1. What is your name?
2. How old are you?
3. Where are you from?
4. What kind of high school did you finish and where ?
5· How many years had you studied English before you entered the 
University?
6. Were you a preparatory student at the University?
7. How many years have you been at Bilkent?
8. Have you ever been to any English-speaking country? How much time 
did you spend there? How many times have you been there?
II. Experience-behavior questions.
1. What kind of books do you read?
2. Do you read newspapers, weeklies in English or in Turkish?
3. Are you more interested in editorials, sport events, or any other 
articles?
4. How long does it take you to read them in English and in Turkish?
5. Do you have any collection of books at home, and in what languages 
are the books?
6. Who read you books when you were a child?
7. Who is more interested in your family in your being in the know 
about the new books? Who encourages you to read?
8. What kind of books did you prefer to read in high school? Were they 
in Turkish or in English?
9. Did you have any problems in reading?
10. Did reading distract you from any other activity you were interest­
ed in more,may be sport, music?
11. Was it boring or time-consuming to read, and as a result you read 
not so much?
12. How many pages, in average, of English texts did you read a week in 
high school, and how many pages of Turkish texts?
13. If you read an article the second time, does it take you less time
Appendix B
to read it?
14. If you read the article you already know about or you read it in 
Turkish, will it take you less time to read it?
15. Being a preparatory student did you take any classes in reading?
Do you remember what you did at your classes?
16. Do you use any of the reading strategies taught to you in your 
current reading process?
17. What do you do when the text is difficult for comprehension? Do
you understand why it is difficult: unknown wor'ds, difficult or new
notions, your absolute ignorance of the current material?
18. Do you often look up unknown words in the dictionary, or do you try 
to guess the meaning of the word?
III. Opinion-Belief Questions.
1. How do you find your studies at the University?
2. What do you think of your courses?
3. Which of them do you find most interesting and most difficult?
4. How do you find your course in American History?
5. Does the course meet your expectations?
6. What helps you understand lectures on American History: the
language the teacher uses at her lecture, her writing of some items on the 
blackboard, the speed at which the lecture is delivered, or may be the 
material is known to you, or probably there is any other reason?
7. How do you like the notes you take at the lectures? Can you make 
use of notes afterwards?
8. How do you find the textbook on American History?
9. What do you think of the lecture material in comparison with your 
textbook?
10. When do you read the textbook and your lecture notes? Do you read 
them only before your exams? If so, then why?
11. What difficulties do you experience in reading the textbook and the 
notes taken by you at lectures?
12. How many pages of texts in Turkish do you have to read a day? And 
how many can you read? What does it depend on?
13. How many pages of texts in English do you have to read a day? What
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determines, in your opinion, your capacity of reading?
IV. Knowledge Questions.
1. What did you know about American History before you started the 
course?
2. Do you know anything about such reading skills as scanning, skim­
ming, inference, etc.? Do you make use of them in your reading process?
V. Feeling Questions.
1. What do you feel when you come across something you do not under­
stand in your reading? (e.g., dissatisfaction, curiosity, anger,etc.)
2. What do you experience when you read or hear about something you 
already know?
VI. Sensory Questions.
1. When is it easier for you to comprehend the material: listening to 
the lectures or reading the material in the textbook?
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Retrospective interview questions 
Comprehension Questions
1. Which promise influenced the surrender of Germany in World War I ?
2. The "Peace without victors" idea recommended by Woodrow Wilson in 
1917 brought him towering, great prestige. Why?
3. The signing of the Versailles treaty by W. Wilson seemed incredible 
to his admirers. Could you explain why?
4. What was Clemenceau's only concern after i:he war? Why was he 
accused of short-sightedness?
5. What was Wilson's role in regulating post-war relations and 
disputes between France and Germany, and France and Britain?
6. Why were Americans, especially men like Herbert Hoover, who had 
experienced the horrors of war, at first hand, shocked by Europeans' 
ingratitude?
7. Do you think the Monroe Doctrine was important for Americans? Why 
do you think so?
8. After the war Americans did not want to get involved in the affairs 
of the Old World any more. What was this attitude or trend called in 
American History?
9. Provincial pacifists were afraid of the League of Nations as 
incompatible with the Monroe Doctrine. What were they afraid of? 
Attitudinal Questions
What difficulties did you experience in reading the article:
1. the topic was not familiar;
2. the organization of the text was unusual;
3. a lot of new words;
4. historical concepts, notions were not clear;
5. some psychological factors (such as your discomfort, 
stress, etc.)
6. environmental factors (inconvenience, noise, dim light, 
etc.);
7. personal attitude to the text;
8. quality of the print;
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9. the length of the text.
Definition Part of Comprehension Questions
What do you know about "peace without victors"? 
What do you know about "the Monroe Doctrine"? 
What do you know about "isolationism"?
What do you know about "the Old World"?
What do you know about "provincial pacifists"?
Wilson and Post-War Europe
Overshadowing everything was the question of Germany. That country had 
surrender on the express promise of a magnanimous peace; the sort of ’peace 
without victors' which Wilson had recommended in January 1917. The idea of 
such a peace had warm and wide support in both England and America: it did
not take a genius to see that a vindictive settlement might breed another 
war. Wilson's advisers in Paris were deeply committed to leniency. The 
President owed his towering prestige in large p^rt to his association with 
such ideas. To his admirers it seemed inconceivable that he would put his 
name to such a treaty as that of Versailles: one which exacted formidable
compensation from the Germans under humiliating conditions (the treaty 
which the Germans had to sign actually contained a formal assertion that 
Germany was guilty of starting the war. Yet he did so, and his reputation 
has never recovered. Much later it was to be argued that Germany could 
well afford the reparations that were exacted from her; but at the time 
informed opinion thought otherwise (Canes put the case with the utmost 
brilliance in his Economic Consequences of the peace); the Germans them­
selves thought they were being deliberately reduced to beggary (the more 
so, as the Allied blockade continued for months after the armistice, in 
spite of American protests); the vindictive nature of the terms was plain 
to see, and so was the risk, thus created, of another war.
It was Clemenceau's doing. Presiding at the conference, with grey 
gloves and weary eyes, he displayed all the characteristic virtues and 
vices of French diplomacy: above all, its short-sightedness. Clemanceau's
only concern was to prevent another German invasion of France; he was 
indifferent to what happened outside Europe and not even very concerned 
with the Russian Revolution: he disliked the Bolsheviks, of course,
because they had repudiated the Tsarist loans to which hundreds of thou­
sands of French investors had subscribed before the war, and because he had 
always fought the Socialists, and because a'left-wing fanatic wounded him 
in an assassination attempt during the negotiations; but his attitude was 
essentially one of 'bored acquiescence' —  it did not occur to him that 
France might one day need a strong and friendly Russia, just as she had
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before 1914. Still less did he see the wisdom of it, if possible, making 
friends with the late enemy. So his actions created the very disaster he 
sought to avoid. He did not particularly trust the British or the Ameri­
cans (as a matter of fact, he trusted nobody very much) and would have 
liked even more radical measures for weakening and disarming Germany than 
he got: for instance, the establishment of an independent buffer state in
the Rhieland. But since neither Britain nor the United States would agree 
to this, he heaped what chains he could on the defeated foe and gladly 
accepted the offer of an Anglo-American guarantee against another invasion 
from the east. It was a fatal, perhaps a fated, mistake: the offer was 
soon withdrawn, and the Germans bitterly resented their chains. Realpoli- 
tik had overreached itself, not for the first time: a generous peace could
not have lasted a much shorter time than did the actual Carthaginian" peace 
of Versailles, and it would not have alienated British and American 
opinion.
In face of French obstinacy, there was little that Wilson could do on 
the central issue. He secured the acceptance of the League of Nations and 
comforted himself with the reflection that the reparations provisions were 
so absurd as to be unenforceable: they would soon be compromised.
Meanwhile he had to be content to instil a little moderation and realism 
into British and French claims, which originally added up to 
$320,000,000,000. Finding himself forced to acquiesce in Clemanceau's 
policy, he, characteristically took it over. By the time that Lloyd George 
(much too late) awoke to the dangers that the treaty was creating, Wilson 
and Clemenceau had formed a working partnership, which seems to have given 
great satisfaction to both of them. They made no concessions to Iloyd 
George, and Wilson indulged his Presbyterian zeal by exacting strict terms 
from the fallen foe. It was at this time that he offered Clemanceau his 
military guarantee, though he should have known that no treaty embodying it 
was likely to pass the US Senate. It was probably Wilson's hope that, by 
playing the balance of power game which he had formerly repudiated, he 
could avert another war, since his own game had been abandoned. Certainly 
it is unlikely that Germany would again have attacked in the West if she 
had been confronted with a solid Anglo-Franco-American alliance. (Unfortu­
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nately the combined effect of a horrible war and an unpopular treaty meant 
that no such alliance was to be possible.) If this was indeed Wilson's 
calculation, it shows better than anything how much he had learned in the 
school of reality since 1914.
Too much: he had got far ahead of his countrymen. Henry Cabot Lodge
and the other Republican intractables in the Senate had been busy taking 
soundings since the winter, and had settled on a list of conditions which 
they could insist on attaching to the treaty in return for ratifying it 
(since the passage of a treaty requires a two-thirds majority of the 
Senate). Most of these conditions related to the League and were reckoned 
acceptable by the Allies, whose prime concern was to secure American co­
operation on any terms. But it is clear, from the course of controversy, 
that underlying the dispute about the League lay another, about America's 
place in the world. The terms of the treaty. League or no League, were too 
clear and painful a challenge to preconceptions to go unquestioned.
Liberal intellectuals such as the journalist Walter Lippmann, who had 
actually drafted many of the Fourteen Points, read their Canes and repudi­
ated Versailles. Men like Herbert Hoover, who had experienced the horrors 
of war and its aftermath at first hand and labored mightily to relieve it, 
were so sickened by European folly and ingratitude (already the United 
States was being called "Uncle Shylock" because it insisted on repayment of 
war loans) that they wanted to turn their backs on the continent for ever. 
The hundreds of thousands of American men who had fought in Europe had 
hated the experience and were resolved never to repeat it. Lodge and the 
nationalists feared that the League and the treaty would fatally hamper 
America's ability to go her own way: for instance, they said, the Monroe
Doctrine was incompatible with the Covenant. Provincial pacifists shrank 
in horror, as Wilson had once done, from the pollution of the Old World: 
as Wilson once hoped, so they hoped, to save mankind by preachment. Above 
all, there was a general return to the maxims of the past. Americans were 
still isolationists at heart; the unpleasant experiment of 1917 had never 
been intended to be a prelude to permanent involvement in the affairs of 
the world, and its results changed few minds on this point. Against these 
forces, what had the President to offer? Only his eloquence and devotion;
63
64
his diminishing prestige; and the unsatisfactory document that had been all 
he could squeeze out of intractable circumstances in Paris.
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Transcriptions of Retrospective Interviews 
Comprehension questions
Ebru.
1. Researcher (hereafter R.): Which promise influenced the surrender of
Germany in World War I?
Ebru: The promise of peace, I am not so sure about it. Do you mean
why Germany surrended? I don't absolutely remember. It might be because 
of the peace promise. Peace without victors, that's it.
2. R: The 'peace without victors' idea recommended by Woodrow Wilson in
1917 brought him towering, great prestige. Why?
Ebru: Because it meant that the person who was not victor would not
be battered. He would not be punished so severely.
3. R: The signing of the Versailles treaty by Woodrow Wilson seemed
inconceivable, incredible to his admirers. Could you explain why?
Ebru: Because W. Wilson was for the peace without pushing the other
side. But the treaty, the Versailles treaty in fact punished Germany very 
badly, very severely because Germany had to pay huge reparation payments, 
plus there were ally troops in Germany, plus there were some other terms 
which were bad for Germany.
4. R: What was Clemenceau's only concern after the war? Why was he
accused of short-sightedness?
Ebru: To prevent Germany from occupying France. Because he was not
interested in other world events, like Russia, like revolution in Russia, 
and with the help of Anglo-American allies he thought he would prevent 
another, a new war. And because Germany was with a bad war, with a bad 
peace treaty, and so it didn't have anything to lose.
5. R: What was Wilson's role in regulating post-war relations and
disputes between France and Germany, and France and Britain?
Ebru: He was trying to use balance of power politics and so, wait a
second, he wanted to make this alliance between France, Great Britain and 
the United States against Germany, to prevent Germany from a further 
attack, plus he wanted the French claims to be moderated, because French 
wanted more things. So, he would act as a moderator and a guarantor of the
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peace, I think.
6. R: Why were Americans such as Herbert Hoover, who had experienced the
horrors of war at first hand, shocked by Europeans' ingratitude?
Ebru: They were shocked because the punishments on Germany were very
heavy, and plus the role of the United States. Their soldiers died in the 
war, and they did not like that at all. So, the United States was still in 
the game as a guarantor and Europeans ingrate, they thought.
7. R: Do you think the Monroe Doctrine was important for Americans? Why
do you think so?
Ebru: I think it was important for Americans because it represented
the isolationism, the seeds of isolationism in Monroe Doctrine. It said 
the United States would not entangle itself in the affairs of Europe, but 
here it was the United States was really entangling itself.
8. R: After the war Americans did not want to get involved in the affairs
of the Old World any more, what was this attitude or trend called in 
American history?
Ebru: Isolationism.
9. R: Provincial pacifists were afraid of the League of Nations as
incompatible with the Monroe Doctrine. What were they afraid of?
Ebru: They were afraid that the United States would not be able to 
determine its foreign policy as applied. It would not be able to go the 
way it wanted to do. It would be a sort of directed.
Ali.
1. R: Which promise influenced the surrender of Germany in World War I?
Ali: The promise of 'peace without victors ' influenced the surrender*
of germany in World War I.
2. R: The 'peace without victors' idea recommended by Woodrow Wilson in
1917 brought him towering, great prestige. Why?
Ali: the idea of such a peace had much support in both England and
America. His followers were already sure that Wilson would not sign a
treaty like Versailles, since it was humiliating Germans, and that kind of 
peace would bring another war. So, he became prestigious.
3. R: The signing of the Versailles by W. Wilson seemed inconceivable,
incredible to his admirers. Could you explain why?
Ali: They did not expect such a thing from Wilson because it was
obvious that Versailles, a humiliating treaty, would cause another war. 
Wilson despite signed the Versailles.
4. R: What was Clemenceau's only concern after the war. Why was he
accused of short-sightedness?
Ali: His only concern was to prevent another German invasion of
France. Since he was indifferent to what happened outside Europe, e.g. 
Russia, and he could not see the potential dangers of Versailles because he 
bi.came blind with short-term gains. He did not Bee that France might one 
day need a strong and friendly Russia. He created the very disaster he 
sought to avoid. He accepted an Anglo-American guarantee of the Eastern 
border but that would be withdrawn in near future.
5. R: What was Wilson's role in regulating post-war relations and
disputes between France and Germany, and France and Britain?
Ali: Wilson guaranteed the borders of France with Germany and tried to
create a Franco-British-American alliance against Germany. but his 
alliance was to fail later.
6. R: Why were Americans, such as Herbert Hoover, who had experienced the
horrors of war, at first hand, shocked by European ingratitude?
Ali: Although US did a lot to Europe, Europeans wanted more, and when
US does not give any more, they blame some Americans.
7. R: Do you think the Monroe Doctrine was important for Americans? Why 
do you think so?
Ali: Monroe Doctrine was very important in this context since it is
clearly stated that US would not intervene in the affairs of Europe, and as 
such the Covenant of the League of Nations was incompatible with the 
Doctrine. Liberals repudiated Versailles. Republicans, Lodge, national­
ists said the League of Nations and the treaty hamper US ability to go its 
own way.
8. R: After the war Americans did not want to get involved in the affairs
of the Old World any more. What was this attitude or trend called in 
American history?
Ali: Isolationism.
9. R: Provincial pacifists were afraid of the League of Nations as
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incompatible with the Monroe Doctrine. What were they afraid of?
Ali: Provincial pacifists were afraid of the pollution of the Old
World Americans were isolationists in their hearts. And they wanted to 
keep America away from it.
Seda.
1. R: Which promise influenced the surrender of Germany in World War I?
Seda: The promise was that there would be no victor in the treaty, in
the peace treaty. I mean in Versailles there would be no victor. It 
wouldn't be based on the interests of the victors.
2. R: The 'peace without victors' idea recommended by Woodrow Wilson in
1917 brought him towering, great prestige. Why?
Seda: You don't want compensation for Germany, it means, you are not
pushed through the position of a beggar and so that there would not 
be any conflict with Germany and other state, and there would be no 
war and this idea could have prevented another war.
3. R: The signing of the Versailles treaty by W. Wilson seemed
inconceivable, incredible to his admirers. Could you explain why?
Seda: Hm... because his character and his political life did not
depend on taking revenge, and when you apply a treaty like Versailles 
it's, it puts Germany into position of of being the cause of war.
Germany was accepted as a cause of war. It was Germany to make 
sacrifices after the war to pay compensation.
4. R: What was Clemenceau's only concern after the war? Why was he
accused of short-sightedness?
Seda: He wanted to prevent Germany from another attack to France.
What he did put Germany into such a position that it became inevitable 
for Germany not to enter another war.
5. R: What was Wilson's role in regulating post-war relations and
disputes between France and Germany, and France and Britain?
Seda: For France and Germany Wilson could do nothing, because the only
aim of Clemenceau was to stop Germany from another attack. But for 
France and Germany... I can't remember. The only thing I remember 
Britain and United States first supported the idea that there would 
be no victory out of this war, but Wilson was pushed in such a
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position that he had to work with Clemenceau, and so that United 
States and Britain became on the side of France against Germany. I mean 
the three were against Germany.
6. R: Why were Americans, such as Herbert Hoover, who had experienced the
horrors of war ,at first hand, shocked by European's ingratitude ?
Seda: They found their fears. That's all.
8. R: Do you think the Monroe Doctrine was important for Americans? Why
do you think so?
Seda: It was important for Americans because it supported the isola­
tionism of the United States. According to the Monroe Doctrine the US 
would not interfere with internal affairs of Europe. At that point 
after World War I it was important for Americans because if you 
entered the treaty like Versailles, if you played an important role 
in League of Nations, you are very much interested in the affairs of 
Europe, so you are not taking an isolationist position, but you are 
acting with them.
8. R: After the war Americans did not want to get involved in the affairs
of the Old World any longer. What was this attitude or trend
called in American History?
Seda: Isolationism.
9. R: Provincial pacifists were afraid of the League of Nations as
incompatible with the Monroe Doctrine. What were they afraid of?
Seda: They were afraid that the US would become very much intervened
A
in European affairs, and it was against Monroe Doctrine.
Gizem.
1. R: Which promise influenced the surrender of Germany in World War I?
Gizem: surrender? What does this word mean?
R: to give in.
Gizem: I don't know.
2. R: 'The peace without victors' idea recommended by W. Wilson in 1917
brought him great prestige. Why?
Gizem: Because the thought that these words will moderate the Paris
treaty, and so that every country will feel themselves not the 
loser of the world, they would not feel uncomfortable like Germany.
3. R: The signing of the Versailles treaty by w. Wilson seemed incredible
to his admirers. Could you explain why?
Gizem: Because the terms of that treaty were so harsh for Germany.
Wilson was known as the one who wants peace in the world, who wants 
peace without victors, so these harsh terms wasn't inconceivable 
with his reputation.
4. R: What was Clemenceau's only concern after the war? Why was he
accused of short-sightedness?
Gizem: He just don't want a war again in Europe. So, he began
thinking about Anglo-American peace so deeply, so he just didn't see the 
future so long.
5. R: What was Wilson's role in regulating post-war relations and
disputes between France and Germany, and France and Britain?
Gizem: I don't know.
6. R: Why were Americans such as Herbert Hoover, who had experienced the
horrors of war at first hand, shocked by Europeans' ingratitude?
Gizem: ingratitude?
R: Yes, that is, not to be thankful.
Gizem: He thought that they gave so many. They made some intolera­
tions to Americans, they should not give so many. I mean, Americans don't 
want to be in isolation with Europe. But they still have influence 
on Europe. He thought that Europeans should go on their ways.
7. R: Do you think the Monroe Doctrine was important for Americans? Why
do you think so?
Gizem: It was important because it is the affection of TVmerican
isolation- ism from Europe, they don't want to get integrated with European 
wars or European affairs. So, the Monroe Doctrine is about that, 
but that is not incompatible with European ideas but Americans 
always feel isolationist in heart.
8. R: After the war Americans did not to get involved in the affairs of
the Old World any more. What was this attitude or trend called in 
American History?
Gizem: Monroe Doctrine?
R: You have used that word several times.
70
71
Gizem: Isolationism?
R: Yes.
9. R: Provincial pacifists were afraid of the League of Nations as
incompatible with the Monroe Doctrine. What were they afraid of?
Gizem: I think they think that the terms of the League of Nations were 
not so good that it gives some countries more advantages, positions. It 
will be dangerous for peace in later years.
Ilnur.
1. R: Which promise influenced the surrender o f Germany in World War I?
Ilnur: ’Peace without victors’ surrenders Germany.
2. R: The ’peace without victors’ ida recommended by Woodrow Wilson in
1917 brought him towering, great prestige. Why?
3. R: It in England and in America brought great prestige because the aim
was preventing another war.
Ilnur: The signing of the Versailles treaty by W. Wilson seemed
inconceivable to his admirers. Could you explain why?
4. R: What was Clemenceau’s only concern after the war? Why was he
accused of short-sightedness?
Ilnur: To prevent another German invasion of France. He was only con­
cerned with another German invasion. He did not even concern with 
Russian revolution and other things. His aim was to make Germany 
weak and disarmed.
5. R: What was Wilson's role in regulating post-war relations and
disputes between France and Germany, and France and Britain?
Ilnur: He wanted to play a role in playing a balance of power game
between them and giving military guarantee to France against another 
invasion.
6. R: Why were Americans such Herbert Hoover, who had experienced the
horrors of war at first hand, shocked by Europeans’ ingratitude?
Ilnur: Clemenceau did not trust anybody, and the European victors
wanted compensations from Germany and Americans wanted ’peace without 
victors.’ This kind of different aims. I think this.
7. R: Do you think the Monroe Doctrine was important for Americans? Why
do you think so?
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Ilnur: Because Monroe Doctrine said 'Don't come to us, we don't come
to you'. We don't intervene in European affairs and you don't have to 
intervene in American affairs. For example, League of Nations was 
found by Americans incompatible to Monroe Doctrine. It was 
important for Americans. That is why.
8. R: After the war Americans did not want to get involved in the affairs
of the Old World any more? What was this attitude or trend called
in American History?
Ilnur: It was called isolationism.
9. R: Provincial pacifists were afraid of the League of Nations as
incompatible with the Monroe Doctrine? What were they afraid of?
Ilnur: They were afraid of intervening in European affairs will
brought problems to America.
